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CBTE: TWO PILOT PROGRAMS
Ronald Leathers
Beginning with the Fall Semester of 1974, at Eastern
Illinois University, English, business education, and social science majors working toward teacher certificates in
secondary education, began their work in Eastern's Experimental Secondary Education Pilot Program (ESEPP). This
program originated, and is currently being designed, as a
response to the often expressed need for more relevance
in professional education courses and, specifically, for
more daily exposure to high schools and high school students.
Eastern' s current teacher education program is a traditional one; it is typical of hundreds of B. S. in Ed. programs throughout the United States; it is a strong program
and, in our opinion, it is superior to most others in schools
of similar size and purpose to Eastern.
As a traditional program, however, it has the same limitations and confronts the same criticisms that all traditional teacher education programs receive. Students say that
mere exposure to the foundations of education and teaching
strategies in formal classroom situations does not ade quately prepare them to cope with the practical realities of
the high school world. The student's main concern as he
pursues his teaching certificate seems to be survival; he
wishes to discover if he can relate successfully on an ongoing, day-to-day basis with adolescents in real classroom
situations. Research consistently reveals that teacher education students ratemicroteaching, field experiences, and
seminars with faculty members as their most effective
learning experiences.
7

As a result of these concerns and others, in the fall of
1972, President Gilbert Fite appointed a special committee
to study secondary education at Eastern. Upon the recommendation of that committee, the University funded a volunteer research team composed of seven Eastern faculty
members and four public school faculty members from
Charleston and Mattoon High Schools, all interested in
teacher training. This team, led by Dr. Marian Shuff of
the Department of Secondary Education and Foundations ,
has developed a competency-based teacher education program open to the above mentioned majors who have not begun their sequence of professional education courses.
The new program is in the mainstream of current educational innovation. It promises to be adventurous, exciting, and fulfilling.
For the student, the program is
highly individualized; he no longer is involved in a class
attendance requirement for the bulk of his work in teacher education, but instead is permitted to proceed at his
own rate through the use of instructional packages called
"competency modules." Each competency package outlines the expectations for student performance in a given
area of educational foundations, methods, or the student's
departmental major. It then suggests learning experiences which the student may pursue in order to meet these
expectations and concludes by enumerating what the student will be required to do to prove his accomplishment.
The student's work on each of these competencies is
conducted in close association with a faculty advi&or, high
school teachers, appropriate content specialists at the
University, small groups of his peers, and high school
students. His laboratories are Charleston and Mattoon
High Schools and the various libraries, media centers,
and classrooms on Eastern's campus. He spends his tiinc
8

in various activities, independent study, conferences with
faculty advisor, small group seminars with University faculty and high school personnel, and many hours of actual
teaching experiences during all four phases of his program,
as a freshman, sophomore, junior and senior.
On this
program, he does not spend time in large formal classroom situations.
The time allocations and scheduling requirements for
the program fit conveniently and efficiently into the student's overall University program.
Also beginning with the Fall Semester, 1974, twentytwo elementary education-special education majors moved
to Urbana, Illinois to begin their final year of college work
under the direction and guidance of Eastern Illinois University. In a new and cooperative venture between Eastern
and the Urbana Public Schools, an Off - Campus Clinical
Center was established to provide students with an integrated combination of course work and varied teaching experience.
For 3 to 4 hours each morning, students participate in
public school classrooms, working under the direction of
the Urbana teachers. In the afternoon, they spend 3 hours
in competency-based course work. Students have a chance
to administer diagnostic tests, to see educational theories
go to work in the class room, to participate in all the functions of a teacher, from disciplining students to ordering
supplies, from tutoring to arranging bulletin boards.
During their first semester on this program, many of
the students will participate five weeks in a Learning Disabilities classroom. By the end of the semester, they will
have been exposed to such practices as open classrooms,
self-contained classrooms, team teaching, individualized
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instruction, and the wide range of ethnic and socioeconomic
groups of students present in an urban area such as Urbana.
By the time these students begin their full-time teaching,
they will know their schools, their teachers, and their students.

One of the exciting features of the elementary program
is the fact that all course work, whether in methods or in
the foundations of education, is in the form of competencybased instruction directly related to the classroom. All
instructors, in addition to teaching, are actively involved
in the observation and supervision of students.
The commitment of the Urbana, Illinois teachers and
administrators in Yankee Ridge School, Thomas Paine
School, Webber School, and Brookens Junior High School
to producing quality teachers, and to experiment with alternate ways of doing so, is evident in the support and
leadership they are providing for this program. The program has the support of the University administration as
evidenced by the financial allocations for staffing, trans portation, and materials. Principal designers and leaders
of the elementary program are Dr. Carol Helwig, reading
and language arts specialist in the Department of Elementary and Junior High School Education. Additional staff includes a history and philosophy specialist from the Department of Secondary Education and Foundations, as pecialist
in the area of Educable Mentally Handicapped, and a specialist in the area of Learning Disabilities. At this early
stage of assessment, the Urbana Clinical Center seems to
be a definite success, and, under the leadership of Dr.
Helwig, Dr. Grado, and Decatur, Illinois school officials,
a similar project is being designed for Decatur.
The members of the research teams are excited about
these projects.
The University supports us, the public
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school administrations support us; many members of the
University staff, the cooperating school staffs, and community at large support us. In this age of accountability,
competency-based teacher education programs are being
encouraged by state offices throughout the nation and a
few states are mandating competency-based programs
for certification.

In any event, there seems to be little doubt that a student's completion of a competency-based program will result in enhanced demand for his services and increased
ability to secure positions in the highly competitive job
market.
The problem with CBTE at Eastern is the fact that the
several innovations such as competency identification,
microteaching, interaction analysis, module construction,
etc., have been necessarily accomplished by the two projects in a fragmented, microcosmic fashion; while the
considerable program potential is evident in each case,
the total teacher education program is not likely to change
appreciably until a coordinated, school-wide data sharing
approach is effected.
In addition to more effective interinstitutional cooperation and coordination, the ESEPP and Clinical Centers
Projects need to broaden their horizons, sharing ideas
and information with other CBTE projects at the national,
regional, and state levels. As George Dickson wrote in
1972, attitudes proclaiming that professional teacher preparation is a shared responsibility with various institutions and organizations with interlocking relationships
and built-in cooperations, have been so frequently expressed in the professional literature over the past ten
years that further explication of them is quite unneces sary. l
11

The tvva projects have successfully begun to effect important educational change at Eastern by reallocating existing resources rather than creating and expanding new
resources. The University conunitment is a strong one,
priniarily in the areas of staff, salary and facility allocations. The operating budget is limited, co1nparable to the
cost of operating the traditional teacher education program
for the same number of students and faculty. In these
early phases of CBTE develop1nent, however, the necessary global imp 1 i cat ions of competency identification,
module development, research, and development require
additional financial support. In searching the professional literature, one finds no disclaimers of the high costs
of CBTE, especially in the formative stages. Obviously,
the development of CBTE is an expensive endeavor, and
in comparison, Eastern' s ESEPP and Clinical Centers
Projects have begun 11 on a shoestring. 11

1 George E. Dickson, 11 C01npetency-Based Teacher Education: The Cooperation and Alignments Necessary 11 ,
Educational Comrr1ent/1972. p. 6

,:,,:<,:,For in-depth analysis of the progran1s described above,
see articles by Dr. Marian Shuff and Dr. Carol Helwig on
pages 17 and 27 of this is sue. Shuff and Helwig are faculty team leaders of the described projects,

12

COMPETENCY BASED EDUCATIONAL SYSTEMS
George Tuttle
Competency based educational systems would appear to
have arrived as something more than a fad in American education. Some kind of CBES has spread rapidly throughout
the vertical structure of education from kindergarten
through college. CBES have spread similarly horizontally
across academic disciplines. Although systems vary in
many respects, there appear to be some common features
to CBES as they exist vertically and horizontally. Clear ly, all systems provide for a close relationship between
societal/personalneeds and learning tasks. It is also true
of most systems that communication between client (student, parent, etc.) and professional agent (instructor, administrator, etc.) is greatly improved. There is one area
where CBES do not share as much commonality- - -that is,
the relationship between task criteria and task completion.
It is the purpose of this paper to argue that a system which
provides for discrimination in performance assessment is
more consistent with the realities of society than a system
which provides for identical performance assessment,
CBES with identical task criteria and performance assessment would be outside the mainstream of society which
refuses to substitute sameness for equity. A person p'-\rchasing the services of a surgeon is naturally concerned
that whoever is performing the surgery is able to perform
certain minimal tasks. But, it is true that some surgical
techniques are superior to others and that one surgeon's
hands are better than anothers, If society is to allow certain freedom of choice, as this society still does to some
degree, the patient will want to select the surgeon who uses
a proven superior technique or by performance, has better
hands, In other words, some people want and can demand
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a different level of expertise than is wanted or demanded
by other people. The same kind of argument can be posited for the auto mechanic, the farm operator, the dental assistant, or even the educator.
One of the stronger arguments for a CBES without the
element of discrimination in performance assessment is
that the onus of competing for rewards is removed thus
allowing people to be motivated by internal forces rather
than external forces, such as grades or money.
The re
is precedence for this type of competency based system.
The Boy Scouts of America have for decades used a system which allows a boy to reach chosen goals by completing clearly identified criteria. The BSA system allows a
boy to complete as much or as little as he wishes or is
capable of working just as fast or as slow as he might
choose. He either completes or doesn't complete the objectives. No discrimination is made in the task completion assessment. It is assumed that an Eagle Scout is an
Eagle Scout, period. The same kind of competency sys tem is operative in the Girl Scouts, 4-H Clubs, Campfire Girls, Explorer Scouts, etc. For those who are involved in these organizations, themotivationderived from
goal completion seems ample.
However, it should be pointed out that a vast number
of children never experience these kinds of organizations
and more importantly, a majority of those who begin in
such organizations soon drop out.
Certainly there are
many reasons for waning interest. One might speculate,
though, that the absence of differentiation in task completion may be one of the factors responsible. Perhaps
some children develop a ho-hum attitude toward continuing. Certainly, one of the often heard criticisms articulated by boys who drop out of scouts is a feeling that it is
14

"kid stuff. 11 The implication of the stated reason is that
what is happening in scouting seems to be unreal in the
world in which they live and with the conditioning they have
received.
Perhaps it is in order that nondiscriminating CBES begin at the earliest moments of life to condition humans to
be internallymotivatedand seek goals through cooperative
rather than competitive means. Such conditioning would
have to be totally comprehensive both in the aspects of life
it covered and the numbers of people included. This would
have to be far more total than the present efforts to establish cooperative value identification with selected aspects
of human enterprise.
Anything short of a tot al system
would mean that motivation for goals would still vary ac cording to individuals. But, this is not a set of premises
intended to lead to the conclusion that nondiscriminatory
elements should comprise the CBES. Such a chain of reasoning would assume a major premise that we need not prepare students for life as it is or will be in the foreseeable
future. It can be suggested that failure to offer some preparation for life as it is, will produce the cruelest kind of
cultural shock. Failure to reconcile fantasyland with reality may indeed produce a mass kind of neurosis debasing
to the individual and useless to society.
It is often dangerous to argue the merits of compromise,
for we honor an uncompromising pursuit of righteousness.
Pragmatism seldom satisfies anyone. As far as CBES is
concerned, one extreme group will doubt the viability of
CBES itself while the opposite extreme group will scorn
the "sellout" of principle to the evils of the status quo society. Addressing those who will be realists for a momment, we may identify several reasons consistent with
pragmatism to support an element of discrimination in a
CBES. As distasteful and as inconsistent as it may be,
society demands that discrimination in assessment exist.
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Grades have been attacked for 30 years, and they don't go
away. A CBES which has specific criteria for at least 2
achievement levels (other than failure) will satisfy the disdainful demand for grades.
Assuming that grades will
exist, then given criteria will make it possible to communicate levels of achievement for given goals. The advantage
is a type of co-existence with the expectations of society.
It can be argued that those who recognize the intrinsic
value of learning will be motivated with or without a dis c rimination element in pe rfo rmanc e assessment; whereas,
those who do not recognize the intrinsic value of learning
will not be motivated unless there is a possibility for reward.
Finally, there is a matter of justice to those who do pos sess exceptional capabilities.
Many are taught early in
life that there is a positive relationship between work and
reward.
CBES with some kind of discrimination component will tend to reinforce an important value goal.
Maintenance of discrimination in performance assessment need not detract from other advantages from CBES.
Students may still have choice and option in terms of goals,
tasks, and time.
The communication channel should be
unaffected.

WHAT THE PEOPLE ARE SAYING
ABOUT CBTE

"Probably no educational movement of recent times has
shown so much promise as this application of a common
sense principle: competency-based education. 11
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THE EXPERIMENT AL
SECONDARY EDUCATION PROGRAM:
A First Year Report
Marian Shuff
A committee was appointed by President Fite to study
and make appropriate recommendations to improve Eastern' s program for the preparation of Secondary Teachers,
Although the members of the committee started their task
with no preconceived ideas about the changes that should be
made, the following fundamental conclusions became the
basis of the plan later presented to the president.
1. The committee believed in humanizing the people in
the program, both the teachers and the students, hoping that this concept could be passed from our students
to their students.
2, The committee envisioned a true partnership with
the public schools in the building and the implementation of the new program, and
3, The committee planned a competency, or performance-based program with flexibility so that greater attention could be paid to personalizing the instruction
for each student in the program.
The definition of Competency or Performance - Based
Teacher Education that evolved from the work of the committee was predicated on the idea of accountability. Many
teaching behaviors and attitudes were identified, and learning packages of materials, activities, readings and instructions were written for the behaviors and attitudes identified.
These learning packages (modules) helped students develop
the skills they would need to perform successfully each of
17

the identified teacher behaviors. Each pre-service teacher was aided in successfully demonstrating competence to
perform each behavior before proceeding to another, and,
in most cases, the students demonstrated this competence
in a true classroom situation with real students of the appropriate age, and with real teachers who themselves performed well these identified teacher behaviors.
Since the actual plan itself, called the Experimental
Secondary Education Program, or ESEP, is described in
detail elsewhere in this issue of the JOURNAL, it is the
purpose of this article to suggest a progress report, the
strengths and weaknesses, after one year of operation. It
should be mentioned that during this year between 1 70 and
200 students have been in the program in one way or another,
and another 70 to 80 are expected to enter the first level of
work in the Fall of 1975. The faculty team responsible for
these students, is made up of five full-time university professors (this represented the part-time participation of 9
people) and 4 public school teachers. One part-time person is in charge of the on-going research connected with
the experiment.
Students have liked the program. Statements such as
those listed below indicate student satisfaction with the
program.
"I didn't know what I was getting into when I started this
program, but it's beenmy most exciting experience in college. "
"ESEP has allowed me to think for myself."
"For the first time, I know my professors well enough
to ask for help. "
"I know I really want to be a teacher. "
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"I know that I like high school students because I've been
with high school students, and I like them. 11
"I know much more about what I really believe-my values.

t1

The advisor, student relationship has been close and
continuous throughout this year, and in addition, each member of the team has been available to provide assistance
and help to the student when needed. Students have done
the thinking and behaving, and the team members have assisted, monitored and shared in the learning experiences,
Members of the team participated in sessions designed to
provide skills in interpersonal relationships, and modules
were provided that helped students be open, trusting, accepting and supporting in their relationships. That their
attitudes are good has been demonstrated by the fact that
many of them provided tutoring for numerous hours beyond those required, and volunteered to help others in their
free time. Students have volunteered to be teacher aides,
and have travelled to nearby communities at their own expense for additional time in the classroom. While the 3
year research program is, of course, not completed, ther,e
is reason to believe that the students of this program will
amply demonstrate attitudes of the humanistic approach toward their students.
Students have been able to personalize their programs
because beyond the required modules, they have been encouraged to choose those learning packages for attitudes
and behaviors that seem best in relation to their own needs.
More than half of each student's on-campus hours are filled with work on his own choice of teaching behaviors.
This flexibility is brought about because he chooses, with
the aid of his advisor, from among a large number of learn-
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ing packages, those behaviors in which he feels less than
competent. Each student also worked at his own speed in
that his progress through the program is measured by achievement of specified performance rather than by time
spent in the program. Team members noticed a distinct
improvement among students from one semester to the
next in their ability to manage time, accept responsibility for their progress, and their ability to organize their
work.
ESEP, adapted as it is from the CBTE model, provided that students and faculty alike focus their attention on
teaching behaviors rather than on grades. They have concentrated on performing teaching tasks, developing techniques of interpersonal relationships and providing a heal thy climate for learning. Because there are publicly stat ed, previously defined criteria for performance, the teacher and student have been aligned together working toward the
common goal of competence.

This is in contrast to stu-

dent vs. teacher in the race for grades so clearly documented in much of the current educational literature.
The team members as teachers in the program ,after
the initial presentation of the modules,spent most of their
time with small groups and with individual students, and
because they were workingtogether, the climate was free
for learning. It provided instruction that is closer to the
proverbial model of Mark Hopkins on one end of the log
and the student on the other.
The program provided a better vehicle for giving students a chance to test their desire to be a teacher. Early
entry into the public schools for field experience provided
realistic exposure to the reality of teaching, and those
not interested in the profession tended to weed themselves
out at an early date. Improved instruction is possible because those students who were left are career oriented.

20

(Conversely, the university may have a better test for teacher selection than a grade point average, important as that
sometimes is. It is possible that ESEP--indeed all PCBTE
programs----have within their framework the capacity to
make it possible to prepare just those people who are the
real future teachers, and not the additional 1 / 3 who, though
certified to teach, never go into the field, thus spreading
the instructional dollar in a more effective manner.)
Team members report more positive than negative reactions to this year of experience. In the first place, working as a team has been a very exciting professional exper ience, and a potent way for improving instruction. It is
true that when any faculty member describes his course
objectives in the form of desired student behavior, there
is likely to be a clearer understanding on the part of both
students and teacher of the purpose of instruction.
This
does indeed culminate in improved instruction. But when
a tea1T, of faculty members, from 7 to 12, focus their combined attention on the definition and description of the desired behavior, and the development of evaluative standards
and procedures, there is immediate and recognizable improvement in the desired outcome.
As one team member
expressed it, the team approach has allowed for "Collected wisdom for important decisions and a chance for pro fes sional growth among members of the team. All of this
is a benefit to the students ultimately. II
The team approach worked well for several reasons:
1. While the team was given the taskfrom above, the procedures and implementation came from within the team.

2. In the semester prior to admitting students, team members were given released time from regular teaching
duties in order to have time to work together. They
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met twice each week during prime time when team members were fresh and able to function at their best. This
is in contrast to meeting at the end of a busy day when
typically teachers are expected to plan new programs.
3. The team always included as full members public school
teachers who kept the thinking practical and realistic.
The up - dated contact with on-going public school programs was like a refresher course for each university
member of the team who's public school experience was
fading into the background.
4. On the team was one member who had great skill in interpersonal relationships, and who helped the members
of the team from the beginning, deal with their frustrations, conflicts and disagreements while at the same
time increasing the admiration each felt for the other
as fellow colleagues and friends.
5. The shared decision making led to more creative approaches, not only in the preparation of the teaching
materials, but also in the implementation of the program with the students.
It thus has been apparent that the team approach has
provided one of the greatest strengths in the operation of
the Experimental Secondary Education Program at Eastern.
The team showed that the program will work. The mechanics of providing a combination of on and off-campus, in and
out of class, independent study for large numbers of stu dents was accomplished. The problems of preparing schedules, holding advisee meetings, arranging TV microteaching experiences, attending team meetings, were all
solved, though admittedly, some much better than others.

The learning packages created by the team through the
team process, provided a delivery system that was success -

22

ful with only minor rev1s10ns necessary to make them selfexplanatory and practical for student use. Some 50 learning packages were written and have survived the test of use
duringthis year. While no team memberwouldcontendthat
revision, continued improvement and additional work a re
not necessary as the experience with them grows, the modules are a source of pride and pleasure.
The program was successful enough in the first year of
operation that other departments in addition to those first
included in the experiment were invited to offer this alternative route toward secondary certification to their students
who opted for teacher certification at the secondary leve 1.
Sometime during the course of studying and planning, the
members of the team became convinced that if they believed
in personalizing instruction, and in providing for individual
differences, then the School of Education should not offer
just one route toward certification for Secondary Teachers,
but two, and perhaps even more (Stanford University's College of Education had at one time at least 8 different routes
toward certification). As a result of this philosophy, the
team was granted permission by Dr. Harry Merigis, Dean
of the School of education, to make presentations to the
faculties of certain departments and schools explaining the
program and asking that students in these majors who wanted teacher certification be allowed to make a choice between the standard program and the experimental program.
The Speech Department decided to open the alternatives to
their students, and their methods instructor started preparing the material for competencies needed for the teaching of Speech. Although Life Science decided not to give
their students the option at this time, the School of Health
and Physical Education is, at this writing, giving such a
choice serious consideration for Spring 1975.
Throughout the year, the team and the program have re ceived visible support from the President, Vice-President
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for Instruction, and the Dean of the School of Education, in
particular, and from many others such as those in the Textbook Library, Records Office and Placement Service who
had to change many long established routines in order to
deal with the operations this program made necessary. Almost without exception there was a willingness to talk over
and give consideration to the problems and to answer appeals
for help. Dr. Robert Hows om, Dean of the School of Education at the University of Houston in a speech during the
Diamond Jubilee Celebration, before the School of Education,
said that this visible support is absolutely essential to the
success of any innovative program, more important even
than great sums of money,
While the successes of the first year of the Experimental Secondary Education Program far outweigh the reverses
experienced, there are some hard problems that remain.
One major problem concerns getting information about the
program to eligible students. At this time there is no way
to identify those students who want to be certified to teach
in the secondary schools prior to the time they appear in
the first course of the standard program. If they are to
have a choice about alternate ways toward certificat i on,
there needs to be a method of early identification of all students desiring secondary certification, even as early as
the Freshman year. There is such a proposal now before
one of Eastern's major councils.
It is hoped that it will
receive favorable attention.
Another major problem concerns fundarnen ta 1 changes
in the composition of the team itself brought about by the
increased number of students in the program. Original
team members, because of other major professional commitments, cannot give additional time to ESEP, and new
members are being appointed (not necessarily from among
those who volunteer) for only a fraction of their time. This
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puts a tremendous burden on each new member who not
only must become familiar with the present learning packages and the mechanics of the operation, but must be responsible for their portion of writing and presenting modules, advising students and working with the public schools.
No matter how well intentioned the new members are, a
major change in the composition of the team before the first
group of students completes the full cycle will, of necessity,
change the completion of the experiment.
Thus far the problem of grades has been unsolved. The
university as a whole uses letter grades that indicate how
well students do as compared to norms. But in a competency based program, students work to reach a certain level of competency as measured by standards previously and
publicly stated. Some may take longer to reach these standards, some may have to try several times, but all reach
the level of competence called for in each learning package
before proceding to the next. How to record this in the Records Office or on transcripts? This is a problem yet to
be dealt with, and is one that is becoming of more and more
concern to members of the team, and to students.
Other problems can be traced to lack of time. There is
a continued need for planning time for the team to work together. Each team member feels the need for more time
with students, both for group discussions and for individual
consultations.
Additional modules need to be created to
help students reach more areas of competence, and, in
some areas, more choices are needed for students so that
they may more accurately deal with their own needs, underline their own strengths and deal with their own weaknesses. Team members need time to continue developing
skills that help students improve teacher-student contact.
It is admittedly more difficult to write learning packages
that deal with attitudes and the team needs time to concen-
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trate on those in order to avoid an over-emphasis on mechanical skills of teaching always more easily identified.
Members of the team simply cannot stop preparing and revising the list of desired behaviors and attitudes needed to
prepare the students for entry level performance into the
profession.
There needs to be continued improvement in the communications with the public schools. More creative uses
of the opportunities for a real partnership in. the preparation of teachers need to be explored and tested.
Last, though probably it should be first, a continued
need for the interest and support of the university administrative hierarchy.
In summary, the strengths of the Experimental Secondary Education Program at the end of the first year of operation, seem to tower over the weaknesses, but any one
of the weaknesses can grow to such major proportions that
it could destroy the program. The coming year, when the
students who first entered the program complete the sequence and two more classes enter, will be crucial. It
can however, be said that the students of the experimental program are developing a humanistic approach to their
students and to teaching, that the re is a limited but real
sense of partnership with the public schools, and that the
program is performance and competency based, flexible
enough to be personalized to meet the individual needs of
each of the students enrolled.
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IMPRESSIONS OF AN OFF-CAMPUS TEACHING CENTER
USING THE
PERFORMANCE-BASED APPROACH
Carol M. Helwig
Background - In August of 1974, 22 students from Eastern Illinois University moved to District 116 - Urbana, to
begin their last year in college and to participate in a new
experience for themselves, the Urbana teachers and administrators as well as their instructors from Eastern.
The performance - based teaching center was designed to
provide elementary-special education students with a much
needed field experience which would combine the theory in
course work and practical encounters.
Development of the Center -In 1973, a committee from
the Department of Elementary, Special, and Junior High
Education and Student Teaching, began to exp lo re the school
districts within a 50-100 mile radius of Charleston which
would provide our students with multiple experiences in
elementary and special education classrooms, An immediate concern was that we wanted to work with a district
that wanted to work with us from the outset of the program.
We did not want to impose our objectives and plans on the
teachers and administrators without their input.
The Urbana public Schools selected were chosen because
of their diversification in student body and programs. The
classroom teachers who displayed an interest in our program participated in planning sessions from the very beginning.
The Program -Since Eastern's students, upon gradua tion, are certified in elementary education as well as an
area of special education, we wanted our students to have
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varied experiences before they decided upon a specialty.
For the college courses, we decided to offer reading,
language arts, and social studies (junior block), EMH
methods, remediation of learning disabilities, and educational foundations. If an objective were to make theory
and practice more compatible, we thought these courses
would accomplish the goal.
Performance-based programs expect the trainee to
demonstrate either in writing or by actions certain spec ified teacher behaviors. Minimal levels of performance
are designated and the trainee has the opportunity to redo
a task or module as many times as is necessary to complete it satisfactorily as evaluated by observers or through
self-evaluation.
A handbook contains the major topics of the course
which is then subdivided into component parts or modules.
Each module has a rationale or introduction orienting the
trainee to the tasks or objectives involved in the module.
Tasks are then completed by following the delineated steps.
Each step specifies directions.
Those of us who planned on teaching these courses
wrote objectives we thought would be applicable to the
college students I anticipated experiences in the class room
and objectives which would also fulfill the already established course requirements. With classroom teachers
and college students reacting, we reworked these general
objectives before planning the modules and tasks which
made up a handbook. A goal was to have a team who could
communicate well enough to develop a better understanding of the content of each team member's course so that
correlations could be interrelated or unnecessary duplication could be avoided.
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Performance-based programs put a great deal of responsibility on the individual student to complete a module as well as the entire course. At the Off-Campus Center, this aspect became most important and added another dimension to a student's load. Because each of the 2 2
students would be working independently in a classroom
on a daily basis, rotating to another experience every 5
weeks, the instructors did not feel that they could dictate
what they wanted that student to do at any one particular
elementary time. An example would be the method block.
From the first day the class met as a group, the college
students were introduced to the three handbooks for the
courses. One handbook for reading, one for language
arts, and one for social studies. The material in each
handbook was reviewed and the class discussed areas
where more than one task could be fulfilled at a time.
Each student was provided with a task sheet. On this
checksheet was listed all of the tasks within modules which
students could practically fulfill in the class room during
one of their teaching experiences throughout the semester.
Other tasks could be accomplished in the elementary school
library, through reading or in some other way such as a
simulated experience in the college class.
To recapitulate, once identified, the college student
held the responsibility to fulfill a task when the opportunity availed itself. For students who were not used to long
range planning, this was an awesome task. During the
first weeks, college students constantly expressed concern that they didn'tseehowthey could possibly get everything accomplished. As time went on and the college students got more involved with the classes and the children,
they saw that correlations naturally emerged. In the end
most students did far more than what was expected of
them. As one student said of a portion ofher experience,
"We were kept busy, but we did things we should like to do."
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Having the college students work in the classrooms on
a daily basis gave them an opportunity to improve their
skills and rework a task to satisfactory completion,
Evaluation - Self-evaluation played an important role although each student was frequently observed by one of the
four Eastern instructors and their supervising teachers.
The opportunityto be observed and evaluated by more than
one individual gives the college student and instructors a
broader picture of the individual's performance. It also
gives a beginning teacher a chance to evaluate his personality and how he relates to different people.
At the end of the semester, I met with each student for
at least thirty minutes reviewing the student's performance
characteristics and the materials the student presented
which fulfilled the module tasks. During this rather informal interchange, we discussed the co 11 ege student's
strengths and weaknesses and how these could be improved.

I found the students most open and relaxed. I attribute this
confidence in being able to critically evaluate themselves
and to the fact that they were comfortable in receiving feedback since theyhad had continuous feedback throughout the
semester. Written tests were given when appropriate but
in this off-campus experience greater emphasis was placed
on performance objectives rather than the completion of
tasks through pencil and paper tests. Although the performance aspect of being field based is definitely an advantage,
at times I did feel that the overriding concern of students
was to practical applications sometimes neglecting the theoretical aspects important to teaching.
The college students expressed satisfaction with this
performance - based program because of the realistic aspects of the modules.
During final evaluation, students
took full responsibility for the program completion. They
were proud that they had done so much an-cl most wanted
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more experiences.
They stated that they liked knowing
what was expected of them and how the tasks might be implemented from the first days of the participation. College
students felt that this intensive experience would help them
as beginning teachers. One said, 11 1 never would have had
the confidence to student teach that I have now." For those
special education encounters, a student relayed that "we
would never have known so much about EMH classes without the experience. 11 These and many more comments made
at the end of the full semester prior to student teaching,
lead me to believe that the advantages to the indivtduals
participating far outweighed the disadvantages they faced
not being on campus.
The teachers and administrators with whom I worked
closely, highly rated our program.
A majority felt students were exceptionally well prepared and had become
teachers rather than "participants" by the end of the semester. Their major concern and mine was the amount of
time college students put into the program. They wanted
active participants but not overloaded ones.
Conclusions - This venture in developing a performancebased teaching center has begun to help the university and
public schools to build a stronger relationship and better
understanding of the problems each face. Having teachers
already in the profession play an active role in the preparation of future teachers is a responsibility sought by many
teacher organizations nationwide. This program has seen
the commitment of teachers and administrators to producing quality teachers as evidenced by the support and leadership each has exerted.
As the university staff and public school personnel end
this first year, many aspects of the program need to be
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evaluated. Specific meeting times for program evaluation
and the evaluation of students by the college staff need to
be set.
Student handbooks for all courses need to be available to students at the outset of the semester. Meeting times with teachers and students for the purpose of
communicating expectations will be held periodically to enhance a better understanding of the attitudes of each group
represented. I look forward to the interactions these meetings will bring.
Overall after one year in working with the Off- Campus
Teaching Center in Urbana and for the first semester in
Decatur, I feel that a program of this type, as complex as
it may be, will be worth the time and effort of all partici pating individuals.

WHAT THE PEOPLE ARE SAYING
ABOUT CBTE
"A multi-faceted concept in search of practitioners."
"CBTE appears to hold great promise and is a concept
which deserves extensive research and testing. 11
11

A process not a program.
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11

''An orientation.''

CBAE AND ITS RELATIONSHIP TO EIU
Robert V. Shuff
Where do we stand in the field of preparation of school
administrators relative to the concept termed competency
based administrative education? Prior to beginning a sabbatical leave, I accepted the responsibility for looking at
CBAE generally and where Eastern Illinois University's
Department of Educational Administration and Supervision
stands relative to such CBAE programs,
The first question that seems to come to mind is, "Who
wants to be non-competency based? 11 Who would want to have
the products of their preparation program presumed to be
incompetent since they were products of a non-competency
program?
The answer to that seems quite obvious. It
would appear that it is not so much a matter as to whether
a program in Administrative Education should be competency-based, but the controversy is concerned with the manner
by which one reaches competency.
To many individuals
such programs have represented a process of depersonalization; they also assumed those matters to be learned were
broken up into such small bits of measurable material us able by the researcher that the end result consisted of only the most insignificant matters. Others would argue that
competency-based administrator education is simply a narre
used to dress an old program in new clothing so that it
might attract external funding and capitalize on the desire
for new titles simply to be able to call itself innovative.
This is not to say that there aren't times when any movement, including a simple title change, might not help to
bring a stagnant program back into the life stream and there
is no denying that in reality there is certain updating in
terminology of what has been transpiring in educational administration since World War II.
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During the World War II period, a number of studies
were conducted on behalf of the Federal Government in the
field of leadership. The individuals conducting the studies
for the Air Force were closely associated with the field of
Educational Administration, and it was only natural, upon
the conclusion of the War, that their interests would center
on the manner in which their studies for the Armed Forces
might be transferred to the field of Educational Administration.
At about the same time, The Kellogg Foundation funded
a number of centers for the study of Educational Administration. These CPEA centers involved university personnel and practicing school administrators in the improvement of school administration. Professors of Educational
Administration also joined forces in the National Conference
of Professors of Educational Administration for the purpose
of systematically studying the field of school administration.
These (CPEA and NCPEA) culminated in the establishment
of the University Council for Educational Administration.
The University Council's purpose has been the continued
study of Educational Administration for the purposes of improving preparation programs for both practitioners and
professors. They have encouraged departments of Educational Administration to analyze and study their programs
designed to prepare administrators and supervisors for the
public schools.
While these activities have carried with
them the nomenclature associated with CBAE, they were
definitely based on studies of what makes a competent educational administrator and what we should do to obtain
these behaviors in the person preparing to become an administrator.
The author, having been prepared in a UCEA institution
and having been employed in two such institutions prior to
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coming to Eastern, has had an opportunity to examine the
programs in a considerable number of universities and interact with administrator preparers in these places. It is
on the basis of this that the following comments concerning
specific aspects of preparation programs and their relationship to the concept of CBAE are made.
Certain aspects of administrator preparation programs
have been competency-based far some time. One should
note that all programs in educational administration are
graduate in nature and generally require some demonstration of success in teaching prior to an individual beginning
the administration program. Some courses within the program teach specific skills, for example, budgeting and budget control. In these areas there are requiren,ents for the
successful completion of the course experiences that require the student to demonstrate the ability to take information concerning actual school districts. and develop a satisfactory budget or business management system. A similar type of demonstrated behavior might be selected from
the typical course work for the secondary school principal
where the successful candidate must demonstrate the ability to develop a suitable class schedule with appropriate
class assignments for a real or simulated school district.
Individual courses within the program often have field
components. For example, when the author taught courses
in instructional supervision at Rutgers University, a part
of the process was the development of a workshop in an
actual school setting wherein the students in the course
worked with school district personnel to plan and then implement these plans in an actual school district workshop.
Similar field components have been a part of the research
course taught by the author when actual research was carried on by the classes in conjunction with individual school
districts.
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The case study approach has been a feature of most programs in Educational Administration for some number of
years.
This approach to learning, pioneered extensively
by the Harvard Business School, has been incorporated in
various courses or as a specific aspect of program. An
extension of the case study approach has come to be known
as simulation.
In simulation, cases drawn from actual
school situations are developed to the point where the student becomes a participant in the case. He does not study
the case simply from the outsideorreacttowhatsomeone
else reportedly has done but he becomes the decision maker
in the problem situation. Indeed, in some instances he may
become a part of the problem himself. These experiences
are undoubtedly the closest thing that one can get to on-thejob training.
Programs in educational administration have been marked also by internships, externships, residencies, or field
experiences in general.

As a matter of fact, one state,

Texas, which I visited during this sabbatical, requires an
internship of all persons as part of the certification program. Additionally, some programs give students opportunities for participation in school studies and surveys under the direction of persons competent in the field of school
administration.
Probably the significant difference between what has
transpired in these better programs in the preparation of
educational administrators and the current quest for competency based administrator education may be found in the
organization of the program and in the manner and to the
degree with which the objectives are specifically stated and
to what degree they are left to occur by chance. A number
of individual programs are now defined by making use of
the terminology of competency-based administrator education. Indeed, the University of Houston has begun the pub-
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lication of a CBAE Newsletter.
In the State of Illinois,
Illinois State University and Southern Illinois University Carbondale have new programs to prepare Career Education Administrators that are CBAE in nature.
However,
it should be noted that most of these programs are only in
the earliest stages of stating their objectives in the concise
and precise fashion demanded by CBAE.
How then does the EIU program relate or compare to
the CBAE concept? The following, devoted to the program
in Educational Administration and Supervision at Eastern
Illinois University, will point out where we seem to be headed,

If you were to read the basic brochure concerning programs in Educational Administration at Eastern, you would
note the use of the word competence in several places. It
has been the assumption of the department since it was first
formed that it was preparing persons for administrative
positions who were competent to perform the tasks required, To this end, the pattern of course work was designed
and developed on the basis of all the available information
concerning the tasks that administrative leaders perforrn

and how they might be effectively prepared to approach and
handle these tasks. To this end, specific experiences were
designed and materials developed, Because of the nature
of the University and its pattern of course hour requirements for graduation, student credit hour production for
determining faculty loads and assignments, and the requirements of the Illinois State Certification Board for determining eligibility for certification, these experiences
continued to be packaged in what might be termed a conventional course structure. Nonetheless, the courses incorporate within them most or all of the experiences noted in
the previous discussion of what constitute the best intraditional programs.
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The specific skill learnings, the case study approach to
problem solving, the use of simulation, and ( as has been
noted in all publications relative to specialist degree programs) the important field service component have been
part of the preparation program. It is especially in this
area of field service that the Department of Educational
Administration and Supervision at Eastern Illinois University has worked diligently in order to promote not only
competence in the student being prepared but a partnership
relationship with school districts. It is also the basic expectation of this preparation program that it will build a
base for a continued role in the growth and development of
competence on the part of the administrator on the job. To
this end, the department pioneered the development of offcampus instructional centers in the area of Educational Administration and currently operates centers in Danville,
Decatur, Hillsboro, Robinson and Salem, Illinois.
Earlier, the department developed, in cooperation with

the now defunct Title III Eidsu project, a program of internships.
The most recent and most ambitious attempt to
broaden and strengthen the field base nature of this pro gram and therefore strengthen and improve its commitment to a drive toward competence is the cooperative internship program now operating in the city of Danville.
This particular program was designed jointly by the staff
development personnel at Danville and the Department of
Educational Administration to prepare administrators for
the Danville Public Schools over a two year period.
The department engages in continuing program analysis
designed toward improvement of the preparation program
and some desire has been expressed to restate and refocus
certain aspects of the program so that they might be explicated in a more precise fashion.
Unfortunately, the department is unable to provide any release of time for staff
members for this purpose which makes it extremely diffi-
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cult to accomplish the task. As a matter of fact, the department has been unable to provide time for staff members for any purpose except for teaching.
(This was
pointed out by the North Central visiting team in the report of their visit on February 5-7, 1975). Under these
conditions changes in programs can be expected to come
very slowly.
In summary, administrator education, generally, and
at Eastern specifically, has been competency directed.
If there is fault to be found with a program it very wel 1
might be focused on the fact that much of competency has
tended to be defined as what is rather than what ought to
be and that while we do indeed mirror that which is best
in both practice and preparation programs, we may not
be doing the best that rpight be.

WHAT THE PEOPLE ARE SAYING
ABOUT CBTE

"It sounds like a good idea if you can figure out what it is. 11

"Whether or not competency-based teacher education wi 11
solve most of our current problems in education, it has at
least forced us to take a long hard look at ourselves and
our teaching practices. 11

39

A STUDENT LOOKS AT A
CO MIPETENCY BASED PROGRAM
Richard F. Carr
Articles have been written in the past professing that
competency-based programs are the future of education.
These articles have gone into depth in exploring every possible positive aspect of a competency-based program.
I have been involved, as a student at another institution,
in one of these competency-based programs. I will have
to agree that there are many aspects to these programs
which are indeed positive to students, educators, and to
the educational system itself. However, these programs
are only as good as those educators who administer and
participate in them.
The most important element of the competency based
programs is the student. Sometimes educators forget about the student, who not only is involved in the program,
but is supposedly the reason for the development of these
new programs, In the many months of developing, organizing, gaining support for, and finally putting into operation a competency-based program, it can be easy to forget
about who the program is really for- -the student.
As a typical student in CBTE, I was consistently disappointed in several aspects of the program. My introduction to the mandatory program was one two-hour session
with the other five hundred plus students. As can be expected, I left that two-hour session more confused than
when I entered. There was an added factor which accompanied me from that session---a slight hint of fear. This
was due to the fact that I still had no real idea of how the
program worked or what I was supposed to do.
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We were told that each packet, mini-lesson contained
resources which were to be used in studying for the test
which followed each packet.
These resources could be
found in special files in the University Library. There
was also a multi-media center in which resources of films,
tape recordings, slides, filmstrips, television consoles
and other multi-media equipment were located. This was
my introduction to competency-based programs.
What was lacking in this was an explanation of how to
use these resource centers. Competency-based programs
which use this type of equipment should also have independent introductions into the use of the equipment in the labs;
not just a verbal explanation to the student, but an actual
hands - on learning experience.
Perhaps with the great
number of students it would be impractical to individually
instruct each student. In this case, those students which
would like to have the hands-on learning should be allowed
scheduled time for individual or small group instruction.
Also, those students who are not progressing through the
program at the expected rate should be sought out to receive help in the areas in which they are faltering. Per haps it is due to not understanding the proper use of the
resource centers.
Earlier I mentioned that this competency-based program
was mandatory. This, in my opinion, is the biggest mis take in any of these programs. Some students are so ac.:.
customed to traditional classrooms that they cannot adapt
to this new independent study situation. For these students
traditional classes in the same area should be offered. A
combination of classes and independent study should be allowed if the student desires.
The biggest complaint about the competency-based program is the same problem all education seems to be hav41

ing. It can be dehumanizing if not handled properly. There
are many ways in which programs of this type can be dehumanizing but I will only mention those to which I was
personally exposed.
The ratio of advisors to students
should be as low as an acceptable classroom student-teacher ratio. However, most of these programs have ratios
which assign many students to each advisor. When this
occurs the student becomes a number and when he becomes
merely a number he can, as a general rule, also become
an unknown quantity. Each individual student is unique in
himself and has strengths and weaknesses which should be
known to his advisor. But when each advisor is assigned
students with whom he doesn't meet on a regular basis, he
will not have the opportunity to know each advisee or his
strengths and weaknesses.
As a matter of fact, it is not
only possible, but highly probable that many advisees wi 11
not be kno'MI by their advisors at all. The advisor-advisee
relationship is so important. If a situation arises where
there is a personality conflict between the two, each should
have the right and opportunity to request and receive a different advisor or advisee.
My advisor was only available to advise his students 3
hours a day and only 3 days a week. He was assigned, to
my knowledge, no classroom teaching duties, but obviously felt that 9 hours a week to advise students was plenty.
Here was a case where the advisor must have felt that his
job was to make life as easy on himself as possible. If advisors are going to be assigned extensive numbers of students, advisors should be available daily and their hours
should be varied enough so that all students have the opportunity to meet with them if they so desire. The advisor1s schedule should be for the students' convenience and
not the advisor's. My experience was that when I went to
see my advisor he either wasn't scheduled to be there or
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he was scheduled but he wasn 1 t there. I always felt that I
could have been a better advisor; at least I would have been
there when I was scheduled. The advisor must be required to be available when he says he is going to be. Being
an advisor in a competency-based program should be like
being a teacher in a class room - -present at scheduled times.
If a faculty member doesn 1t want to be an advisor or does
not act as one should, he should be removed.
What about the student who truly doesn 1t understand the
material being studied?
The student may work his way
through the material and still not pass the test. Under the
system with which I was involved the only option was to
restudy the same materials which were not understood the
first time. This to me, seemed like a complete waste of
time. If you cannot add two plus two correctly then trying again without further help is useless. For the student
who doesn 1t understand after two or three attempts there
must be another approach available to him. Maybe a class room approach for that particular area is appropriate. In
case you doubt that anyone could fail a test many times and
be trying, consider the fact that one test area took me 3
weeks and 7 tries before I passed. This was because no
additional help was available and I simply didn 1tunderstan:l
what was presented to me in the mini-lesson. Studying the
material again when I didn't understand it the first time
would be useless. To be truthful I never did understand
but did some fancy guessing on the seventh·try.
One possible solution to this dilemma may be the availability of group study for students who are having trouble.
Most students today are a product of our group classroom
educational system and yet we introduce them to programs
which call for a new form of education and sit back and
wonder why students can 1t adapt to this situation. After 12
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to 14 years of group activities some students may find it
difficult to learn outside of this situation. Group or class room activity must be a part of competency-based programs . Until all students have experience at studying independently of a teacher, then classroom work will be
necessary as an integral part of the program.
The actual testing itself can also be a hindrance to the
educational value of competency-based programs. When
I say this I don't mean that the tests themselves are a
hindrance, but that rules and regulations surrounding
tests can be a hindrance. Whether or not these rules are
justified is not in argument here. However, some things
immediately come to mind when tests for competencybased programs are mentioned. My major complaint in
this area concerns the fact that the student was not allowed to see his test. Only the numerical results are given
to the student, and this to me violates all rules of testing.
One thing should be mentioned; I always knew whether or
not I had passed the test, but I never kn• w what I had done
correctly or wrong. Which 80%* ,:,,:,1 knew, I didn't know.
A possible answer to this is that alternate test forms be
available so that test security will not be violated. Yet,
the students will be allowed to see their tests and know
which areas they had not understood. There were many
things about this program which I didn't like, but that is
not to say that the program was bad, only that it needed
to be further improved.
Competency based programs are in a position to aid in
the educating of many students. It is this type of innovative approach which may prove to be the salvation of our
faltering educational system. Before it can be, it must
be developed to aid, (with the student in mind), not hinder. These programs are supposedly for the students
and to work successfully they must truly be for the student.
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